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- Introduction ‘ : +,

&

N o goal of classroom practice is more frequently haiied and Iess )
frequently achieved than individualized instruction. A problem in
moving from declarations of desire to achievements in practice is
that efforts atindividualization, for the most part, have been ancillary
to other activities. We suggest the combining of three approaches
. that together would maximize the individualization of instruction.
. Theseare: the diagnostic and prescriptive approach, attention to the
differing learning styles of children, and the concept of children
learning by teaching. Separately, eachisdirected toward the individ- -
. ualization of learning. In concert, they go beyond the merer addi-
tive to the synergistic.
_ The.diagnostic-prescriptive approach builds upon concepts de-
veloped in special education. Itinvolves attending to the characteris-
tics (more often weaknesses than strengths—more on this later) of
each child and developing an individual plan (prescription). This ap-
proach, with its attention to students* needs rather than to prede-
signed curriculum units, has been increasingly adopted in general
education programs; for example, it is a mandatory feature in all
Teacher Corps projects and is used as a key instructional strategy by
local school districts such as Central Harlem's Community School
District 5 in New York City.

As Beth Atwood has sho ﬁ’(see Helping Students Recognize
Their Own Learning Styles,” Learnlng, April, 1975), not only do indi-
viduals perceive and modify experience in their own unique manner
but attention to these differences in learning styles can be thekeyto
indépendent learning. A decade ago Frank Riessman, in The Cultur-
ally Deprived Child (and more recently in The Inner City Child, Har-

_per.and.Row, 1976),-pointed.out the differing learning styles of chil-
dren and the importance for teachers to build upon the child’s spe-
cial style.”And recent neurophys.cal studie§ have pointed to the po-
tenttal for identifying the characteristics 6findividual brain func-

and, thereby, a dimension of the child’s cognltlve style.
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The learning-by-teaching concept builds uponthe centuries-old
experience that, in the teaching situation, itis theteacher who learns
most. Studies of programs sponsored by the National Commission
on Resources for Youth, as well as Youth Tutoring Youth programsin
hundreds of schoq‘ systems, have found significant gains, both affec-
tive and cognitive, for the children who do the teaching.tutoring.
And these gains have been most impressive among children who
themselves are having difficulty.in school.

Each of these three approaches serves to individualize instruc-
tion. Teachers can combine them. Indeed, it is in their combination

- "¢ that the power of each can be magnifiéd.

There is a central concept in achieVing this power, weli-known
but often ignored. That is, it is the studentwho must do the learning;
the role of others can only be to facilitate that learning. In fact, this is
a characteristic of all human survice work; as one authority put it, in
the services the “consumer is producer.’” For example, thepatnentm
a mental health program is not only the consumer of the service but
he must work in achieving{h‘e service’s goal: his* own mental health.
The professional service provider (doctor or other) cannot produce
the patient’s improved health in the way a factory worker can pro-
duce a car, for example. Only the patient himself can do that. Simi-
larly, students are not only consumiers of teaching but are the pro-
ducers of their own learning. Or, as Lady Plowden put itin areport -

_0 1 the British cpen classroom, “The child is the agent of his own
learning.” And the more actively engaged the student becomes, the
more effective a producer of learning he will become. Individual-
izing instruction is a way to help that student become a more effec-
tive producer of hi§ own learning.

In the following pages we will look beiefly at the concepts of
learning styles and learning by teaching. Then we will turnto ways of
combining them with diagnosis and prescription. We willbe particu- ,

. larly concerned with ways of mobilizing the student as a prédycer of

his own learning. ¢

*for-clanty and economy, we use the masculine form of pronouns throughout this
fastback when no speufic gender is imphed. While we recognize the trend away from
thi} practice, we see no graceful alternative. We hope the reader will impute no sexist
motives; certainly no sexism is intendec. —The Editors

Language. of course, communicates meaning. Thus, our text when describing peo-

~ ple did not refer to only those of the male sex. We abhor the decision of the editors
\‘1‘ ‘hanging that, —Alan Gartner and Frank Riessman

ERIC | .




I.eaming' Styies‘

. Scme physicists start by concentrating on detail. For myselfs1 must
°  start not from detail but from a general connection, a feeling ! have as

about the way things should be.
_—Werner Heisenberg

l t is not only variations in preferences for startifig from the general °
or.the specific which distinguish differing learning styles, but al;o

- whether a person learns best from the concrete or from the abstract;
whether the learner prefers to work alone orin a group; whether he
learns from interchange with others or from books.

And there are those who ledrn quickly and others who learn
slowly. Often, we are inclined to‘label the latter stupld rather thanto
see slowness as yet another Iearmng style. A slow learner may simply
_be extremely careful, meticulous, or cautious. The child may refuse
to general:ze easily, wanting first to understand the concept in its

various parts. >

Some children learn more readily by readihg, others by hearing.
And some learn faster when they can be physically involved in the
process, doing things with their hands and bodies.

Some children like to work for long periods on one topic without
a break, others to shift back and forth from subject to subject. Some
learners take alongtime to warm up, while others get into their work
very quickly. Some people prefer to sit at a desk, others to walk
ardund. Some need absolute silence, while others can work in a

~+  confusion of noise.

| Today, itseems, if a child does not learn something right off, we

. assume that the difficulty must arise froman emotional block or con-

| flict, or a “learning disability.” There may be a different way of look-
ing at the problem. Children may not be learning because the in-
structiorial approach is not suited to their style, heice they cannot
utilize their power effectively. Too often, teachers behave like social

-Q{""ers or psychologists. And, of course, much literature on
ERIC . 9§
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mg theory relates to animals and molecular concepts. As a” ®
rexent article in the Phi Deita Kappan noted, “students may have
. emotional or psychological problems that tend to irhibit academic
growth, but often they are the result of having been required to
accommot'ate to nonc mplementary instrt-ctional strategies and
environments rather tha the cause ofthelr inability toTearn aseasily
astome of their classmr
As teachers, wewo ddo betterto look to the morewholistic and
molar dimensions of fearmng that operate at the level of behavior.
We need to assess w’hether a child is an aural or visual or, physical
learner, etc. M 0ver, wre too often search for a single “best” way,
*aswhenwes gst that a child or student “survey the chapter first="
Some studefts cannot do that. They become so anxious or disturbed
when/ask’ed to take the overall view that they cannot function. They
want yery much to read a chapter atomistically. 1t does not help to
tell them thatthey.are not proceeding in the right way.
The same argument applies to examinations or iests. For some
people atest provides just the right kind of mild anxiety to stimulate
the integration of a great deal of material that needs to be learned.
On the other hand, there are iarge numbers of people for whom
tests are a ternble"éxpenence, causing dlsorgamzatlon and anxiety,
thus preventing the student from wortking. Tests are not adapted to
the style of these individuals. When educators argue that tests are
marvelous because they aid pupils, providing corrections and criti-
cism, they are referring to persons with a particular style. Undoubt-
edly tests work well for some pupils, but there are others whoforget
their wrong answers on tests because it disturb them too murh to
remember them,
"\ Thereisagreatdeal of controversy inthe traditional literatare on
the very question of whether repressxon of wrong.answers occurs or .
whether “punishment” for giving the wrong answers on tests helps
to produce better recall. We are suggesting that two differentstyles,
are involved here. For sonre people, the information that they gave
wrong answers is extremely usaful and chal Iengmg If this informa-
tion is called to their attention in a positive and stimulating way, it
makes the“wrong an.wer the figure in the foreground. It draws the
incorrect responses to their attention in a constructive manner. For
other pgople, knowing that they have made a mistake is extremely
dlsturblng and destructive of morale, it may leadto repression of the

[NC . 0 9 ‘
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information. Therefore, depending upon one’s style and one’s way
of dealing with these problems, tests may or may ndt be useful.

In eyerybody’s style there are certaip strengths, And everybody
has an Achilles” heel. The issue in developing a significantchange is
related to how one controls the Achilles’ heetard how one utilizes
the learner’s strengths. This is the central problem of the strategy
of style. . -

Although style isindividual to the child, we can make some usefu!
generalizations about the cognitive style of inner-city youngsters.
The following dimensions seem to characterize many of. them:

1. Strong development of nomaural senses such as the visual, tac-
tilé, and kinesthetic

2. Well-developed nonverbal forms of communicaiion such as
gestures . ~ :

3. Greater expression in informal, unstructured, spontaneous
situations w N

4. Positive response to learning in cooperative settings such as
children teaching children, youth tutoring youth .

*5. Emphasis on learning from experience and action, and a
strong responsiveness to work-study’programs, field-based learning,
action learning .

Inner-city children have considerable facility with informal or
public language, and this is expressed best in unstruttured, sponta-
neous situations. They verbalize more freely around action and
things they can see. They understand more language than they

- speak. Their nonverbal forms of expression are highly.developed.
And they often_exhibit imaginative and perceptive word associa-
tions. * . ‘ -

Anyone who has worked with inner-city’children knows that one

« of the surest ways to involye them in an activity is to make it into o

game Teachers have toldabout setting up a mock court in the Class-
room that enabled the clas§td discuss discipline, justicg, and govern-
ment'iit a meaningful way :Q¥iginally, they had found it difficult to
interest the children in these subjects, but the excitement of a make-
believe court attracted considerable attention ond prowided a good
beginning for discussion on a higher, more abstract level.

What is the source of the “games” orieptatiqn.of.infier-city chil-
dren? Apparently, it is telatzd to their dowh-tp-earth, shontaneous
anlnroaclh.to things This extraverbal commgnication 15 usually called

Aruitoxt provided by Eic:
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forthin games, most of which are not work- bouq'd Also,most games
o (not all by any means) are person-centered and génerally are .

sharply defined and structured, with clear-cut goals. The rules are -
definite and can bereadily absorbed. The inner-city hild en;oysthe ’ .
challenge of the game and feels he can “do” it |
But desp:te various typés of latent creativity, inner- city children ’
often fail to realize their potential because of lack of mastery of stan-
dard English. This is their Achilles’ heel. .
. The forms of communication characteristic of inner-city chlldren
' rais¢im ortant educational questions. The acquisition of knowledge
obviously requires sorpe degree of facility with formal lanBuage.
lnner-cny children are capable of UII|IZ?}‘Ig Tanguage in a rich and

|
|
\
|
1
concerned with direct action and visible results. Games are usually - i
|
|
|

+

" free fashion, have well-developed, nonve?bafways of communicat- :
ing. but: lack skill in standard English. The problem is how to help
thetp tq attain this level of language so that thei: creative potential .

|
\
l
can e Jully realized. ‘
it wéuld be_easy to say, asmany havesaid, thit we must give these |
chlldren what most ‘middle-class parents give their children, i.e., we . |
must shmulate them in the use of language through reading, dISCUS- 1
sion, ahd the like. However, it is probable that this alone would not |
work, por would it make the best use of theinner-city<hild" s particu- |
lar mdde of functioning. Their nopllngu:stlc skills should not be ig- |
S ___nored or suppressed but brought out and integrated with verbal |
commanication. Thus, it would ¥eem essential that the method of . *l
.. te‘acpmg formal language to inner-city children take advantage of * ’
thelt commumcatlon style by emgloying teaching techmqyes that,
. juch as possible, stress the visual, the physical, and'the ative. We .
m)st be careful not to try to make these childrenoverinto replicas of 1
middle-class children. The educatlonal system should be pluralistic 1
enough, broad enough, to find a place for a variety of learning styles, .
Thus, while we must reccgnize enormous individual differences,
it would seem that some basic dimensions characterizethé cognitive
. ;tr of inner-city youngsters, and we must build upor: these in the
cational program. Inner-city youngsters seem to learn best
through games, role playing, doing, seeing, talking, and Iearmng in
groups. These strengths can be captured.and usedtoexpandteading
and writing abilities, without necessarily developing a reading or
d“"tin'g style. .
g:Lii1e el |
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A central aspect of a child’s learning style is his cognitive style.

Since’ 1972, Oakland’ Community College personnel have been

working in the East Lansing {Michigan) schools to train teachers in .
* skills needed to détermine a child’s cognitive style. ‘ -

»

S A'bhild?g_ognhjye style is the way he takes meaninig ffom the world
"% around him, howhe comes to know what heknows. The technique used ’
in determining a child’s cognitive styleis called “mapping.” By the use of
= .tests dnd observations, and in iKterviews, the teacher seekSansveers 1o
the question of how  child dagives meaning his own unique tay. How
+ does-the child note his sur:&ndings. seek medning, and become .
informod? Is he a listencr or a reader? Does hemake up hisown mindor
seek consensus with his ‘peer groups? Does he think like a \
" mathematician ol news commentator? {From Teacher Improvqmcn(
Pzgiect, East Lansing Schools, Michigan)

“>¥he “map'%cludes how a chil@®uses symbols, the sdc*al and cul-
tésal determinants that affect him, and the method of the student’s
thinking. Here are the maps developed for two third-grade students
(actually the East Lansing programuses a form ofalgebraicshorthand. ¥
devéloped by Oakland Commungy College President Joseph E.

I

Hill): . B
* ~
sfudent Number One
_ .~ Symbols 2nd Their Cultural Modalities of,

- Meanings Determinants Inference
Processes more infor-  Influenced by associ-  Sees relationships be- .
mation from hearing ates; sometimes can tween things: likes .
than from prim. rk independently. etamples,
Does well with written - ) Compares and con- L%
math probléts, . trasts on one-t0-one

. ', . . basis.
** Kmowledge of social . - N

a{rd physical distance.

ERIC A R
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Student Number Two 4 A .

Symbols and Their Cultural Modalities of
» Meanings Determinants Inference -
Gets more, meamng Is an individualist, Categonizes and classi- '
from written materials  makes up his own - fies.
than from verbal mind. ) - .
directions. S R
Dedicated to a set of Will take directions Makes decisions atter .
rules and principles. from an authority carefully considering |
; " ~ figure. all available infor-
’ : ~mation.
* Is able to identify with .o A
another person’s role. * y s
L) v -3
\ « .

Based upon such maps, individualized learning programs can be
successfully developed for every student. * . W
We are concerned with going beyond su¢h cogmtnve\mapplng in
- =~ two ways, however. First, to help the mdwlduals become aware of
their own styles, strengths, and potennals—-because this is the source
of individual learning power. And, second, to\mclude in the notion

= of a child’s learning style dimensions beyond the cognitive.

The Learning Style Inventory isa tool which goes beyondthe cog-
nitive to four broad sats of influence categories that affect learners:
1) immediate environmlent (sound, temperature, light, and design);
2) emotionality (motivation; responsibility, persistence, and struc-
ture); 3) sociological needs (self, pairs, peers, teams, adults, and/or’
‘varied), and 4f physical needs (perceptual sirengths and/or weak-
nesses, time of day, intake of food and fluids, mobility).

One of the central features of a child’s affective ‘conteft is the
need for power, i.e., to exhibit strength in ways other than the physi-
cal. A Syracuse teacher developed an interesting way for childrento .
feel this type of power. When she worked with a group of seventh-
grade child:en on sentencestructure, the youngsters:fesponded that ¢
the work was “grade school” and “terrible.” She asked them how ]
they thought the grade school kids felt aboutit, and they were sure it
was the same. She suggested visiting thegrade school and interview-
ing the students there. Afteg-developing the interview material—a .
léarning activity in itself—the seventh- graders interviewed a class of
Qk'-d -grade’rs (who were pleased with the attention) and armed with
EMC ' 413 e >
. B . -
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their findings, the older students decided to develop “better” mate-  *

Z rials for the third grade. After.feedback from the third-grade young-
sters as to the materials, the seventh-grade youths revised the mate-
rials and then ““taught” them to the younger children. Of course it
was the seventh-grade children who had been involved in the most
active learning—but this timein learning with a socially valuable pur-
pose—helping the younger children. Also, this learning was self
empowering. (Adapted from The Disadvantaged. Challenge to Edu-"
cation, 1968.) *

What this Syracuse teacher had done, of course, was 1o rediscover
the power®of learning by teaching, in this case cross-age teaching,
where older children are given responsibility for teaching younger
children. ‘

b
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Learning by Teaching

Playing the role of teacher in a learning-by-teaching orogram can
serve both to help the older child feel a greater sense of his own
sirength and to learn or relearn school material. Additionally, it can
be a way to help children learn about their own learning styles and
bi,come self-diagnosticians and prescribers. -
The power of learning by teaching comes from several factors,
both cognitive and affective. As to the affective doma‘n, we have al-
reddy noted the importance of the child gaining in self-respect and.
ego strength. Thisis particularly important for those youngsters who
are doing poorly in school. For example, a Beaverton {Oregon) jun-
ior high boy involved in a learning-by-teaching program, although
he was doing noorly in school, was teased for carrying a third-grade
math book. He proudly retorted that he was the teacher of the third
grade!
The Self-confidence that is built includes the factor of being sin-
gled out, specially chosen; the doing of an‘impertant activity; and
Jhe developing of competence. And here we can see the interrela-
tionship between the affective and cognitive, with growing mastery
“in the one arena supporting and reinforcing mastery in the other.
In the cognitive arena, a student learns by reviewing the mate-
rial and coming to understand it more fully or deeply. While the re-
viewing may be designed to enable the tutor to present the material
better, often the tutor will have to reformulate it so as to help the
child better understand it. Already knowing the “facts\’ of the sub-
ject, the student as teacher may be able to grasp the underlying
structure, to see problems in new and different ways, to reformulate
them, to reconceptualize issues. In sum, the student reviews the ma-
terial and then has to organize, prepare, and illustrate it to present it

~




. .

>~
to his student; the tutor may seek out the basic character of the sub-
ject, its structure, in order to teach it better, &nd thus may understand
it better; the tutor may try to reshape or reformulate it so as to enable
the pupil to learn it, and in doing so the tutor may see things in new
ways. )

In this process of teaching another, especially in the close attend-
ing involved in the one-to-one relationship, the tutor has achance to
observe another in the process of learning. Something of this is cap-
tured in this log entry of a Portland (Oregon) high school studgggt
who was tutoring a grade school girl: ’

December 9. All of a sudden Sherry understands division. She was
pleasant and cooperative. She was like she used to be. I guess | was
wrong about her not trying. She didn"tundérstand and lost confidence. |
am sorry I didn’t understand the situation. She is a real good kid. | am
never going to accuse her again.

The learning-by-teaching program shoumclude a “debrief-
ing” time for the tutors. This time provides ay_opportunity for the
teacher to help the tutors observe and reflect upon the learning pro-
cess and styles of their pupils. if it is done skillfully (and gently), it also
permits the student-tutor to reflect upon his own ways of learning.
For the goal hereis to enable the tutors to become more aware of dif-
fering learning styles and to become conscious of their own learning

styles. ~ PR N
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Moving to Action

The firstaim is to have a person become aware of the strengths and
potentials in his style, because this awareness is going to be asource
. of power. Thus,if anindividual has a physicalstyle, he has to learn the
special attributes of this style and how to use them. Youngsters who
like to learn by listening and speaking (aural-oral style) are unlikely
to change completely and become readers. This is not to suggest that
such pupils will fail to learn to read and write fluently. It does suggest
that their best learning, the long-lasting, deep learning that gets into -
their nervous system, may derive from speaking and hearing.
Take aniillustration of a different type. A youngster telis us that he
sits down to work but cannot concentrate. It is extremely important
at this point (andthis is crucial in the diagnosis of style) to ascerfain as
precisely as possible what takes place in this youngster's routine. For
example, when does he study?
He may say:

>

I come home, throw down my books, and then 1 start to remember
that I have to do some work. So | get out my books. | try to work. I take
out the book, but my mind wanders. 1 look at the book; I look away. |
can’t get into the work, and after a few minutesof trying this, { begn to -
feel discouraged, 1 begin to feel bad. | feet | can't work. I'm no good. |
get very worried, and then { run away from the work.

There are many possible explanations for this kind of behavior.
One possibility is that this youngster has a slow warm-up period. He
does not easily get into something new, he does not shift from what-
ever he’s been doing before (whether he’s.beén outside playing ball
or inside listening to the radio). This may be betause he is a physical
learner. If he is a physical learner, in ordet for learning to take place
Se must be invelved physically in the work process. He has toget his,
ERIC

7
181*“/‘ . )
e ene . L. ¢ ey




muscles into it. Anid this takes time. If this is our student’s pattern,

.then he must come to understand that although he is slow to warm
up, this is not necessarily a negative quality; it is simply a different
way of approaching work. .

Actually, learning for this student may very often be connected
with perseverance, once he gets involved. Once he is immersed, he
may go-deeper and deeper and not be able to shift away from the
work easily. The inability to, shift doesn't then operate as a negative
feature but as a positive element in his style. ’

But the youngster described here rarely gets to this point. It’s not
that he doesn’t persevere sumewhere, in baseball or elsewhere. In
his school work he’s never gotten past the point of the slow warm-
up. He usually schedules his time so that he works for one hour. That
doesn’t succeed, because it takes him half an hour towarm up. Even
if he were to be “uccessful andstick withiit for the half hour as a result
of a teacher’s or guidance worker’s support and stimulation, the
problem of having only a short time left to work would remain at the
end of the half hour, Consequently he has to plar. a longer time pe-
riod of work and recognize in advance thatit will take him about half
a@n hour to warm up. In other words, the person who would help our *
student must give him a definition of his work pattern before he can
realize the positive potentialities in it. :

When this new detinition is provided, itis probable that a number
of consequences wili fcllow. Over a period of time the warm-up pe-
riod will shorten, because part of the difficulty in the long warm-up is
the anxiety” that emerges. As an individual works, hi~ anxiety
decreases and his interest has a chance, concomitantly, to increase.

Another example is one in which a person’s strengths are used to
deal with his weaknesses. How do you teach pzaople how to read
when reading is not their basic style? Everyone is going to need read-

. ing ability and writing ability, of course, regardless of his style. In
order to teach reading to youngsters for whom it is stylistically
uncongenial, a teacher may want to use role playing, which is
directly related to the action style of the individual. Students can_
read about something that they have just role played, or they can
read about a trip they have recently taken. While teaching reading
under these conditions, teachers must remember that they are not
developing a reading style, they arg developing a skill, a balance in
‘L"in nupil’s style. The child is developing minimal effi'ciency inan area
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that i> not footedin the learner’s style. In a sense, the teacher is going

aftef the Achilles’ heel—the weakness, the reading difficulty—by

“ developing it through the student’s strength, whether it be visual,

\\aura\l, physical, or whatever. This is a Basic tactic for defeating or
- limiting the weakness: connect it and subject it to the strengths,
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Poor or Slow? g

. 9 2
An interesting confusion prevailsin education circles between thé
“poor learner’~and the “slow learner.” The two are assumed to be
identical. But need this be s0? In a pragmatic culture suck as ours,

- otjented toward quantity, speed, and measurement, this error is eas-
ily made. In the classroom it is particularly easy to believe that the
child who learns the lesson quickly is a better learner than one who
takes a long period of time. But the problem is more complicated
than that. The child who learns history more slowly is likely to be ig-
nored and, unwittingly, to be discouraged by teachers. Even if they

.._8ive him special attention, teachers may reflect their implicit as- '

sumption that the child is a poor student. They may demand less of
the child; for éxample. The point is that they never see the slowness
as simply anothe\r§tyleof learning with potential strengths of its own;
nov do they see potentia eaknesses (not necessary weaknesses) in
the fast learner, who may become glib ogimpatient with tasks requir-
ing protracted attention. Because of the treatment they receive in
the school system, slow learners may then become poor learners,
Itis time to put an end to the negative connotation of\theter@
“slow” in the learning process. Slowness can reflect many things. It
can indicate cautjon, a desire to'be very thorough, a meticulous style,
or great interest that may constrain one to avoid rushing through a
problem. Or it may indicate a desire to mull things over. (It may also
indicate,intellectual inadequacy, of course.) i
_ Extreme slowness probably does connote inadequacy in the ab-
sence of counter-indications. Even here we have to be very carefulto
check all possible blocks, not just the obvious emotional distur-
bances. There may be auditory blocks, reading diffficulties (not of
emotional origin), antagonism to ¢he teacher, etc.
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The nature of the slowness jtself also has to be carefully exam-
~ ined. A delayed end product does not necessarily mean a slow pro-
tess of thinking. Because children take a long time to arrive at an an-
swer does not mean that their thinking is retarded. It may be that
their thinking is more circuitous, that they are easily distracted, that
they will not-venture an answer until certain. There are a host of
other possibilities. ’
While our middle-class culture (and the tests it uses) emphasizes
- speed, there is really no reason to assume that gified, creative people
have to learn rapidly or perform rapidly. We have to become accus-
tomed to the idea of a slow gifted child. Some people take a long
time to learn basic concepts, but when they finallj do so, they may
use the ideas in athoughtful, penetrating fashion. Others may learn a
concept rapidly and then switch to some other area without ever
pursuing the concept in depth. There are many slow people who
only demonstrate their intellectual power on tasks in which they
were slow to take an interest, tasks which have no time require-
ments. Weall know students whose grades were low but who per-
forﬁged quite brilliantly on particular problems or in subjects in
which they were deeply immersed. Their poor averages were simply :
areflegtion of the pace required ina school not attuned to .heir style
of work. They often fail in tasks they could handle extremely well if -
given more time, ‘
Children who are slow to start the study of a topic may benefit
from whatis called “intensive education,” where a subjectisstudied
throughout the day for a period of weeks, (This in contrast to the
““concurrent” pattern of junior andsenior high school with five or six
subjects each day.) Intensive education Kas been adopted by many
colleges, often in an intensive “winterm” in January, and even by
some as the mode of instruction for the entire year. Increasingly,
high schools are experimenting with such desjgns.
A recent study of intensive education {edc. news, Fall, 1976, 1-3)
identifies issues concerning human relationships, the teaching and |
learning process. and appropriateness. As to human relationships,
T 7 the more intensive involvement of teacher and students produces
both positive and negative experiences. The study reports closer
- personal relationships between teachers and students, each becom-
ing more “human’ and showing moods, weaknesses, enthusiasms. -
A so,\there is better communication and closer relationships among
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students. Students in intensive education programs begin to help
eacn other informally both in and out of class.

The processes of teaching and learning necessarily, are different
in anintensive situation. There are greater opportunities for children
and teachers to pursue tangents, to relate to their own interests, to
dig deeply into the subject. Also, there are greater opportunities for
non-school-bound learning activities, for example, an environmen-
tal science class can visit a tidal pool without concern about the stu-
dents missing French. The intensive design gives students greater
opportunities to learn something, try it out, and then reflect.upon
the experience.

The appropriateness of intensive educatlon can be thought of in
terms of subject matter, teachers, and students. The study reports
both positive and negative experiences with the same subject mat-
ter; in other words, there seems to be no subject matter which is
automatically *‘right” or “wrong"’ for intemsive education.®or teach-
ers, intensive education requires much more flexibility, planning,

L]
¢

and individualization. For some it may be desirable simply_as_.a.——

change of pace, a way of trying somethit.g new. So too for students,
intensive education may provide a change of pace, a new mode. The
study notes that students report that intensive education required
greater self- dlSCIplan.

We began this discussion of "intensive educatiqn” in talking
about the student who required a long warm-up. For such children,
and others, intensive education may be efficacious. But just as the
common concurrent education does ot serve all children well, in-
tensive education is not appropriate fus all children. We.should not
ti ‘p the scale the other way. Rathar, we need to develop opportuni-
tids for all youngsters to learn in modes thai best fit their styles.
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‘ What Teachers Can Do

Achie;/ing this individualization requires much from teachers.——
Among the teacher variables which affect the establishment of indi-

e

vidualized learning situations are the teacher’s

1. Personality

2. Teaching style

3. Ability and willingness to learn, risk, change, and grow

4. Awareness of his own unique learning style, so that he may
recognize that others learn differently

5. Willingness to evaluate his personal teachingsstyle, tech-
niques, and methods for effectiveness with different kinds of
learners ’ ‘

6. Ability to become a co-learner with students

This last vafiable has broad consequences. A teacher with the
ability to become a co-learner appears to students in a role other .
than that of a “know it all.” if part of the teachér’s'learning involves  +
learning from and with the students, he demarstrates respect for
them. When in the learner role, the teacher has a chance to model_
desirable leafner behavior. Normally, of course, the teacher only
models teacher behavior, and students are left to discover for them-
selves desirable and desired learner behavior. . -

Something of the pattern of teacher activities leading to a learn-
ing situation that emphasizes individualization is exjpressed in the
following table. The authors contrast a “developmental” curriculum
with a “structured” curriculum, .

. . ‘ >

L

.« .




>

Characteristics of a Structured vs.

M

Structured Curriculum

1. Coveragg,
a. It is comprehensive.
b. It is able to be planned.
¢ Itis predictable.
d. Deligcratc effort is required
for integration with the field.
e. It may or may not account for
. -students’ prior knowledge
and/or immediate interest.

2. Content [ -
a. Boundaries are set.  ~ . *
b. Theory is logically developed.
c. Student understanding and

> retention aré primarily cog-

nitively-based. -
d. It is course-related.
3. Teacher
a. He can limit teaching to what
he knows. ’

b. He can be a directive leader.
4

4. Prdcess ‘

1
T, It is teacher dominated and
relies on student cooperation.
b. A contract is predetermined.
<. There is variable student par-
* ticipation,
d. Conformity is frequently >
the norm. 1
__e. Motivation is more likely
> to be derived extrinsically.
f. Focus is on mastery of content.
g. Teachjng/learning are pri-
_ marily deductive.

’

a Developmental Curriculum*
4

Developmental Curriculum

1. Coverage

a. It is in-depth with a possibility
of gaps. '

b. Itis timely.

c. It is reaatively unpredictable.

d. The content flows -
naturally to and from field
experience. .

e. Students’ prior knowledge
and/or immediate interest are
considered relevant.

2. Content

a. Boundaries aro open.

b. Theory 15 built piecemeal.

¢. Student understanding and
retention are experientially-
and cognitively-based.

d.Itis problem- ar.d issuc-related.

3:-Teacher

a. He may require cutside
expertise, '

b. He is concerngd with enabling
leadership.

4. Process
a. it is collegial and relies heavily
on student initiative,
b. A contract is negotiated.
* ¢ There is strong student par-
ticipation. ¢
d. Risk taking is positively
reinforced. -
e. Motivation is more likely
to be intrinsic.  »
f. The focus is on learning how
to learn.
g- Teaching/learning are pri-
marily inductive. -

- -

*Revised (and‘adaplcd frorré:Slu(icnt Centered Teaching,” Journal of Education for ‘
Solcial Work, Fall, 1976.
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. A study*® comparing perceptions of individual students and their
. teachers.concerning the youngsters’ learning styles (using the Learn- |
-« ing Style Inventory) yielded interesting results. While there was |
high congruence concerning most of lhe environmental and
physical factors, disagreements were greatef between teacher and
student perceptions as 1o the students’ preferences concerning
emotiorial and sociological needs. Particularly limited was
agreement concerning “perceptions of self-motivation and .’
persistence. As the authors note, “It may be that students dotry, but
o they become relatively ‘unmotivated’ and “less than persistent (in
theif teachers’ views) because they ‘are ‘incapable of exerting
continuous effort toward learning when the style in which they are
required to achieve does not complement their own learning style
preferences.”’ S -
. . -

—y - e

*Rita Dunn, Kenneth Dunn, and Gary E. Price, "Diagnosing Leatning Styles.” Phy
Delta Kappan (January, 1977): 418-420,
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The-Student as Producer “

- A :
%gch of the ictivities we have discussed—dragnosis and prescrip-
tion; awareness of different learning styles, learning by teaching, a
developmental curficulum—can contribute 1o the individualization
of learning. Each is withih the province of the teacher’s responsibil-
ity- Now, we shall take the process astep further, for our goalisnot
only to havestudents learn better in situations structured by teachiers
butalso in those that are unstructured. We seek. also, the opportun-
ity for students to be self-directed and self-motivated—indeed, self-

+ propelled learners. . ‘s

< g
For this to be achieved, we need not only leachergdiagposis and
prescriptiun, teacher awareness of a child’s learning style(s}, and so
forth, but self-diagnosis and prescription, and awareness of one's
own learniny style(s). ' : )

Beth-Atwwvood-has developed :otiie viluable clagstcom Tech-"

niques for furthering students’ awareness of thieir own leagriing
styles. She asks students to survey their cwn ways of learnthg,
The surveys include some cf the following items: A

ety
-

I am most aleit for Tearning new things in the. 1) early mom’fﬁ}t. 2)
midday, 3) late afternoon, or 4) evening. v -

The easiest way(s) for me 1o learnsomething s 10 . 1) readit. 2) hear i,
3) see it in pictures, 4) try it, 5) write it in my own words, 6) explain it to
someone else, or 7) draw a diagram or picture of it. .

The kinds of learping situations that bother me most are: 1) large-
group sessions, 2} small-group sessions, 3) using learning games such as
spelling bees. 4) working with a partner the teacher chose for me, 5)
working with a partner who chose me. 6) working with a partner I don’t
know. 7} working by myself, B) working on team projects,9)worhingina
very quiet place, 10) working in a very nossy place, 11) being interrupte
while I'm working. 12) having 10 take a break in the middle of my work,
13) having to stop when I'm not finished, or 14) having nothing 1o do
1while I wait for others to finish,
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We have earlier notetj the technique of “cognitivé style map-
plng * As developed at Oakland Community College it is a tech-
. nique counselors use in designing learning modes for students In
what might be described as a participatory diagnosis and” p‘rescrm-
. tion, the student would come to learn how to develgp his own

. - wmap—the diagnosis, and how to develop a learning program best

~

»

suited to his style(s) and need(s). The student, then, becomes the
archnect of his own learning. He is not working alone but as the key

assessor of the needs and developer of the plans. :
’ \‘
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. . . Conclusion =~ .
w o 5 4
. The goals we have pal;n forth are those thatschool people have long
espoused. Schools have always declared their intent to enable .
students to become strong, self-directed learners. We propose, |
then, that to achieve these goals schools provide opportunities for -
. their students to be strong, self-directed learners.

To do this will require changes in schools, in teachefs, and in ‘
pupils Much can be done within the framework of present school
organization, although more may be achieved with the adoption of

. alternatives iricorporated in Mario Fantini’s concépt of “public
schools 6f choice.” Similarly, teachers with traditional ideas can rec-
ognize that children are different, learn differently, and that their
“differences need to be recognized. Itis not aradical concept to focus R
upon a child’s strengths and to build upon them rather than toem- -
.Phasize weaknesses and deficits. -t

The most difficult chapges may be those required of the s:udents,
for they are being asked to change from passive recipients of some-

" one’s teaching to active producers ‘of their own learnjng. Perhaps

* whatis called for is training in how4qstudent,” toinvent a phrasest '
Not only do pupils need to Jearn abo¥t their-rights and responsibil-
ities, they also needto learn abouthow to identify their'own leatning
style(s), to recognize their strengths and weaknesses, to learn howto
build upon the former and to overcome the latter, indeed how touse
the former to overcoine the latter. In effect, students need to learn

"*how to learn both as'a means to master thamaterial of the school and
as the central consequence of schooling.

4 v

- v

*As part of a project supported by the Office of Consumers’ Education. U.S. Olice of
Education we aredeyeloping programs designed to help pupils in more effectsvely play- o

ing the student role.
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